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The purpose of this field experience was to identify 
elements found in existing inclusion programs and incorporate 
those elements into an inclusion program that could be 
implemented almost exclusively by a single administrator. 
The information was obtained through an examination of 
existing literature and contacts with other administrators. 
Survey instruments were provided for participating 
administrators and teachers in their building. The surveys 
identified elements of the existing programs and the other 
elements perceived as important by administrators and 
teachers. 
The information collected from the literature, 
administrators, and teachers led to the development of an 
eight-part inclusion program that could be implemented by one 
administrator with additional help from a team. The first 
component of the inclusion program involved the development 
of a team. The second component was to get leadership from 
the administration. The third component was a series of in-
service workshops where teachers, staff, administration, 
parents, and community members were to be presented with 
information on concepts essential to having an effective 
inclusion program. The fourth component was to keep the 
community, faculty, staff, and students aware of the program. 
The fifth component was to create a cooperative learning 
environment. The sixth component was to facilitate peer 
support and relationships. The seventh component was to get 
assistance from technology to help support the diverse needs 
of special education students in regular classrooms. The 
final component was to evaluate and refine the program. 
3 
The results of the field experience proved that 
districts need to take the time and energy to create an 
inclusion program even if they don't have a severely 
handicapped student in the district. The main recommendation 
of the field experience was the development of a team. 
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Chapter 1 
Overview of the Problem 
ftietorical Backsroun.d 
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A growing number of parents, educators, community 
members, and legislators are beginning to advocate that .all 
students be integrated into the mainstream of regular 
education, including those who have traditionally been 
labeled severely and profoundly handicapped. These 
advocates essentially believe that it is time to stop 
developing criteria for who does or does not belong in the 
regular classroom, and that the spotlight should be turned 
instead toward increasing inclusion of handicapped students 
into the regular education classroom. 
For many years handicapped students were either 
educated in highly segregated programs or in facilities 
excluded from "regular" students entirely. In the 1960s 
progress was made in placing children who were excluded 
from public schools into some forms of educational 
programs. Parents, with the help of legislators and 
educators, led efforts to replace custodial programs with 
educational ones. For their efforts, investigations 
revealed that no meaningful treatment programs were 
provided, and unsanitary and abusive conditions often 
prevailed. 
After the 1954 Brown ~ Board of Education decision, 
the 1973 Rehabilitation Act, Section 504, guaranteed the 
rights of persons with handicaps in employment and in 
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educational institutions that receive federal monies. 
Then, as a result of the exposure and pressure from courts, 
parents, and legislators, P.L. 94-142 (The Education for 
All Handicapped Children Act) was presented and passed. 
P.L. 94-142 guaranteed that children with disabilities 
could no longer be denied a free, appropriate education. 
This legislation was based on the following premises: 
-a free, appropriate public education must be provided 
for all children, without cost to their parents and 
regardless of severity or type of disability. No 
child may be excluded from school because of his/her 
perceived educability; 
-protective, due process rights must be ensured for 
all children with disabilities and their parents to 
ensure free, fair, and unbiased assessment, placement, 
and programming for students with special needs; 
-education in the least restrictive environment must 
be provided; that is, to the maximum extent possible 
"students with disabilities must be educated with 
children who are not handicapped"; 
-individual educational programming, a form of an 
individualized education plan (I.E.P.), must be 
developed for each student receiving services under 
P.L. 94-142. I.E.P.s must be developed by a committee 
consisting of at least the child's teacher, parent, a 
representative of a local school district, and when 
appropriate, the student; and 
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-parental involvement is required for all decisions 
regarding the programming for students with special 
needs. Parents are to be involved in decisions unless 
they specifically waive the right to do so (U.S. 
Department of Education, 1988). 
In 1979 the Association for Persons with Severe 
Handicaps (TASH) adopted a resolution calling for the 
education of all students with disabilities to take place 
in regular neighborhood schools along with their non-
handicapped peers. Then in 1986 the United States Office 
of Special Education and Rehabilitation Services, a part of 
the U.S. Department of Education, issued the Regular 
Education Initiative (R.E.I.). The purpose was to find 
ways to serve students classified as having mild and 
moderate disabilities in regular classrooms by encouraging 
special education and other special programs to perform 
with regular education (Will, 1986). 
In 1990 the 1975 Education for All Handicapped 
Children Act was amended by the Individual with 
Disabilities Act (IDEA). The 1975 Education for All 
Handicapped Children Act (P.L. 94-142), now IDEA, required 
that each public agency insure: 
-that to the maximum extent appropriate, children with 
disabilites, including children in public or private 
institutes or other care facilities, are educated with 
children who are nondisabled, and that special 
classes, separate schooling or other removal of 
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children with disabilities from the regular 
educational environment occurs only when the nature of 
severity of the disabilites is such that education in 
regular classes with the use of supplementary aides 
and services cannot be achieved satisfactorily 
(U.S. Department of Education, 1988). 
Jptrgduction 
Milford, Illinois, a small, rural community, is 
located approximately ninety miles south of Chicago on U.S. 
Route 1. Agriculture is the primary activity in the area. 
Milford, a village of 1800 inhabitants, has become a 
bedroom community for people working in Hoopeston, 
Danville, Watseka, Kankakee, and southern suburbs of 
Chicago. 
Milford Community Consolidated School District #280 is 
a small, rural public elementary school district. The 
district employs thirty certified and thirteen non-
certified staff members. Approximately fifty percent of 
the District's 28 teachers have been employed for over 
15 years. The district includes one building which houses 
students from pre-kindergarten through eighth grade. The 
total population of the district is 360. This includes the 
eight EMH students at Milford who are self-contained and 
mainstreamed into some classes baaed on their I.E.P.s and 
three TMH or severely handicapped students who go to 
Watseka to receive their special education classes. 
All of the Iroquois County Public Schools are in a 
Special Education Co-op with all of the Ford County Public 
Schools; therefore, the Co-op is in charge of all staff 
and all special students for Ford-Iroquois County. 
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The current practice for TMH students in Iroquois 
County Public Schools has been to go to Watseka for special 
education classes. But a growing number of parents and 
educators are beginning to advocate that all students be 
integrated into the mainstream of regular education in 
their home district. Therefore, most Iroquois County 
schools are mainstreaming severely and profoundly 
handicapped students into their buildings for a few 
classes. At Milford, two of the three TMH students are 
mainstreamed into the "regular" education classes, and they 
are accompanied by their own aides. This present trend 
toward full inclusion of all students into the "regular" 
classroom will undoubtedly continue. Consequently, the 
author felts that a study on the movement of full inclusion 
would be needed to not only prepare himself, but also the 
teachers, administration, board members, community members, 
and students within the district for inclusion. The study 
was also needed to provide additional staff training on 
practices and procedures to close the gap between "special 
educated" students and "regular" educated students. 
Statement of the Problem 
The past practice for TMH students in Iroquois County 
was to go to Watseka to get their education. Teachers in 
regular classrooms throughout Iroquois County perceived 
9 
educators working in special education classes as having 
special training and/or a special capacity for that type of 
work. It was inappropriate to expect teachers lacking such 
training to participate in educating severe and profound 
handicapped students. Presently, the current practice for 
TMH students is to try regular education classes for a few 
periods a day and then go back to Watseka for other therapy 
or other education. Consequently, the teachers and 
principals throughout Iroquois County have assumed 
responsibility for TMH students in their buildings with 
little or no training. The Ford-Iroquois County Special 
Education Co-op will pay for inservice training or 
workshops for teachers or administrators, but no real 
program is in place. The result is that principals and 
teachers, on their own, eventually become familiar with the 
needs of each TMH student, thereby placing teachers in a 
very awkward situation. 
Specific Qbjectives of the Study 
Objective one. To review the literature on inclusion 
practices relevant to the perceived needs of the study in 
order to identify components of existing programs in both 
large and small school environments. 
Objective two. To identify the inclusion topics 
currently addressed in selected school districts and the 
perspective of the administrators and teachers involved in 
the inclusion process. 
Objective three. To incorporate the information 
obtained in addressing objectives one and two into a 
manageable inclusion program for a district with limited 
human and financial resources. 
Limitations of the Study 
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The study did not draw heavily from inclusion programs 
found in larger school districts which had a significant 
number of administrators, central office personnel, and 
department heads with administrative responsibilities. 
Such districts had the available human resources that did 
not exist in the districts the study would hopefully 
benefit. 
The sample size of the study was limited to all 
Iroquois County Public Schools and a few selected schools 
with known expertise in the area of inclusion. Information 
from administrators and teachers was obtained in the 
selected districts. 
Definition of Terms 
Special Kduca.tion Integation. This term means 
including children with mild/moderate/severe disabilities 
into general education classes. This does not mean 
"dumping" children and youth with disabilities into general 
education and expecting them to perform satisfactorily 
using the standard curriculum. This does mean selecting 
certain general education areas or subjects (lunch, 
homeroom, art, recess, physical education, etc.) where 
students can successfully participate. 
Home 6chool. The school a student would normally 
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attend if he/she did not have a disability. 
Aire Appropriate Actiyitiee and SettjMe. This 
involves including students with disabilities in activities 
and settings which provide involvement with peers without 
disabilities of the same age rather than including them 
with younger students or other students with disabilities. 
Including students with disabilites in age appropriate 
activities helps to ensure that they model and learn skills 
appropriate to their age levels. 
Ad&oted Instructional Setting. This occurs when 
specific aspects of the regular school curriculum are 
modified by regular and special educators so that they are 
appropriate to the learning needs of students with 
disabilities. This concept is part of the redefinition of 
special education that occurs in totally integrated home 
schools whereby special education is viewed as a process in 
which specialized instruction and support is provided 
rather than as a place where instruction is provided. 
Rew.lar Bducation Initiatiye. It refers to children 
and youth with mild/moderate disabilities being able to 
receive their education in the general/regular education 
classroom with supportive services as needed to see that 
they succeed. The goal of REI is to merge the two separate 
systems of general and special education into one system. 
It means that students needing services would receive those 
services in the general/regular education classroom right 
along with their nondisabled peers. 
Multidieciplinary conference. This is held for the 
following purposes: 
-discussing the results of the student's case study/ 
evaluation; 
-determining the student's eligibility for special 
education programs and/or related services; 
-recommending termination of special education 
(including students who complete special education 
programs and students who return full-time to 
regular education); or 
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-determining the relationship, if any, between the 
student's conduct and his/her disabling condition(s) 
which, if not related to a disability for which the 
student is receiving special education, would be 
considered to be a violation of the district's 
disciplinary code. 
Ind.ividu8.lized Edl1cation Program. As required by law, 
every student receiving any special education service must 
have a written Individual Education Program (IEP) that 
spells out what skills are going to be taught and how they 
will be taught. An Individualized Education Program (IEP) 
Conference is held at least once a year for the purposes of 
reviewing the student's progress and writing the student's 
Individualized Education Program. The goals, objectives 
and related services are decided upon at the IEP meeting. 
This is sometimes called an Annual Review or Staffing. 
Many school systems use the word "staffing" to refer to the 
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IEP meeting. This is an educational word and does llQ.t. 
appear in federal law. According to the law, the people 
who mu.at be in attendance at the IEP meeting (or Annual 
Review) are the parent/guardian, the student when 
appropriate or requested by the parent, the teacher, and a 
local school district representative. Others may be in 
attendance if invited, but it is not required by law. If 
the team considers an "eligibility" change at an IEP 
meeting, a Multidisciplinary Conference (MDC) must be 
convened which would include all of the above persons, plus 
other personnel involved in the evaluation of the student. 
I.east Beetrictiye Envirpmpent. The term appears in 
the language of PL 94-142. It applies to the placement of 
special education eligible students in educational 
environments which least restrict their interactions with 
students not identified as eligible for special education. 
For most students this would be an age appropriate 
classroom in the school they would attend if not identified 
as eligible for special education. Moving to a more 
restrictive placement can only be done where there is 
documentation that the student's needs cannot be met in 
regular classroom with necessary aides and supports. 
Me.instrenm1ng. Mainstreaming is a practice which 
places students with disabilities into academic and 
nonacademic general education activities without special 
supports while students maintain their primary placement in 
a special education resource room or special class. 
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Total/Full Inclusion. Total and/or full inclusion 
usually means including children with mild/moderate/severe 
disabilities in the general education classrooms that they 
would attend if they did not have a disability. This .d,c.e..a 
mean students are educated with supports and aides as 
necessary with their age appropriate peers who do not have 
disabilities. Inclusion is a belief that .all children and 
youth have the same needs for acceptance, friendships and 
connectedness. It is a belief that we need one educational 
system for .all students; that .all students can benefit by 
inclusion in the general education classroom. It is 
frequently used interchangeably with Integration. 
Placem.ent. Placement is the environment(s) where the 
specially designed instruction occurs. Unfortunately, over 
the years in Illinois, a system has developed where schools 
"place" students into existing "programs" rather than 
writing and implementing a "program" for the individual 
student. Placement has begun to be seen as the 
program that is already available in the district. 
Collaboration. It is an interactive process that 
enables people with diverse expertise to generate creative 
solutions to mutually defined problems. 
Collaborative Teo.chin@. This is an educational 
approach in which general and special educators work in a 
coordinated fashion to jointly teach academically and 
behaviorally heterogeneous groups of students in 
educationally integrated settings. In collaborative 
teaching, both general and special education teachers are 
present in the general classroom maintaining joint 
responsibilities for specified education instruction that 
is to occur within that setting. 
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Consultant. A person who has expertise in a specific 
area is invited to give information that assists in 
decision-making of individuals or teams making decisions 
about plans or the implementation of interventions in the 
lives of students with disabilities. 
Supportive Teachip£. Thia term refers to delivering 
special education support services by special education 
professionals as required by the IEP in the general 
educational environment in collaboration with the regular 
education teacher. 
Appual Goals. These statements describe what a 
student with a disability can reasonably be expected to 
accomplish within a twelve month period. 
Trapaition Plan. Once a student reaches 14.5 years of 
age, the IEP team must consider the need for a transition 
plan. A transition plan must be in place for all students 
with disabilities at age 16. A transition plan is defined 
as a coordinated set of activities for a student, taking 
into account the atudent~s preference and interest, and 
includes instruction, community experiences, the 
development of employment and other post-school adult 
living objectives, and when appropriate, acquisition of 
daily living skills and functional vocational evaluation. 
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Inclueion. Inclusion is a belief that all children 
have the same needs for acceptance, friendships, and the 
feeling of being connected to their peers. It is a belief 
that we need to return to one educational system for all 
students; that all students are regarded as rightful 
members of the class and school; and that all students 
should be provided instructional curricula to meet their 
individual needs and learning styles. There are no 
prerequisites for inclusion. Standards vary with each 
child. All educational staff share responsibility for all 
students. 
Integration. Placement is out of a special education 
environment into a regular education environment for all 
or part of the school day. If done for academic purposes, 
the student must generally meet certain prerequisites 
before he/she is felt to be appropriate for integration and 
the regular curriculum is used for the integrated student. 
If done for social integration purposes, the student does 
not necessarily meet the same standards as other students. 
While the student may receive necessary assistance and 
support when integrated, a problem often occurs when the 
student·s case manager is a self-contained special 
education teacher who must remain in the special education 
classroom with other students. This delivery model 
identifies the child as a special rather than regular 
education student. 
TMH. Trainable Mentally Handicapped. 
BHH. Educable Mentally Handicapped . 
.Lil. Learning Disabilities 




Rationale, Review of Literature, and 
Uniqueness of the Study 
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For the past four years, the author has served as the 
elementary, junior high school principal of the Milford 
Community Consolidated School District #280. The author's 
experience indicates that most of the faculty and staff 
members do not have actual experience or training in 
special education. The past practice was that EMH students 
did come into the classroom and participate in regular 
education as indicated in their IEPs. No TMH students were 
ever included in the school district. They were sent to 
Watseka for their special education classes. Currently, 
two TMH students have been placed in the Milford School 
District #280 after a Multidisciplinary Conference (MDC). 
Consequently, an inclusion program appeared to be needed in 
order to provide assistance to both teachers and 
administrator since the Ford-Iroquois Special Education Co-
op had no inclusion model program to follow. 
Review of Literature 
A review of existing literature and research indicated 
a significant emphasis had been placed on the development 
of inclusion programs in the last five years. Tompkins and 
Cooper (1993) stated that since 1975, when a federal task 
force recommended educating mildly and moderately disabled 
students in the regular classroom, support has grown for 
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full inclusion of all students in the mainstream. West 
Feliciana Parish in Louisiana, a poor rural school 
district, has successfully integrated all elementary 
students into regular education classrooms, and the special 
education professionals serve as consultants to aid 
classroom teachers in meeting the needs of all students. 
Therefore, every child experiences optional learning. 
Capper (1992) explored how school administrators can 
implement educational processes allowing full inclusion of 
students with disabilities into the general education 
program. He applied organizational behavior theories to 
consider how rural community characteristics could enable 
or constrain resources to benefit all students. 
York (1989) discussed practical strategies and 
examples for designing and implementing inclusive 
educational programs for special education students in the 
Minnesota public schools. He suggested a team approach to 
program development and support for full inclusion. 
Pearpoint (1992) presented the view that all persons 
should be equally valued, provided equal opportunities, 
viewed as unique individuals, and be exposed to and learn 
from and about people with diverse characteristics. He 
offered insight into the process of moving forward to 
achieve both equity and excellence for all Canadian people 
labeled "disabled" in the educational settings. 
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Bergen (1993) indicated four strategies teachers can 
use to encourage friendships and to develop interpersonal 
skills of students when incorporating special needs 
children into regular classroom settings. These strategies 
involved: 
Establishing a classroom climate that 
encourages peer interaction; encouraging 
deeper friendships with diverse children; 
providing social skills training; and 
discussing the characteristics of good 
friendships (p. 235). 
Knight and Wadsworth (1993) focused on parental 
involvement, peer interaction, environment and training 
considerations, and instructional adaptations. They also 
discussed plans that relate to making the inclusion in 
regular classes a non-threatening experience for physically 
disabled students. 
Neary (1992) developed a manual on curriculum 
adaptations for inclusive classrooms. The manual was 
developed as part of PEERS (Providing Education for 
Everyone in Regular Schools), a five year collaborative 
systems change project in California, to facilitate the 
integration of students with severe disabilities previously 
at special centers into services at regular school sites 
and the integration of students in special classes in 
regular schools into general education. 
Billingsley (1993) raised the fears concerning 
possible results of including students with severe 
disabilities in the regular classrooms. He included the 
insinuation of constructivisim into a system emphasizing 
inclusion the lack of policies to preserve educational 
integrity and the elimination of special education as a 
full partner with regular education. 
According to Salisbury and Evans (1993), the 
Collaborative Education Project~s goal was to assess the 
effectiveness of collaborative problem solving (CPS) by 
peer advocates for enhancing the integration of atudents 
with severe disabilities into regular early education 
contexts. The data that they collected from thia three 
year project indicated that: 
Parent attitudes toward mainstreaming are 
unaffected by the presence of students 
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with disabilities; CPS is a useful and valued 
process for promoting equity and the inclusion 
of students with diverse needs in general 
education classrooms; achievement test 
performance among classmates of students with 
severe disabilities was equivalent or better 
than a comparison group; and level of engaged 
time among typical students was unaffected by 
the presences of students with severe 
disabilities (p.45). 
22 
Ferguson (1992) used qualitative research data and 
examples from high school drama classes to examine how 
achieving full learning membership for students with severe 
disabilities requires teachers, in collaborative and 
consultative relationships, to provide all students with 
crucial support by flexibly working within three inclusion 
parameters. These inclusion parameters are: curriculum 
inclusion, learning inclusion, and social inclusion. 
Capper and Larkin (1992) explored how school 
administrators can implement educational processes allowing 
full inclusion of students with disabilities into the 
general education program. They applied organi7.ational 
behavior theories to consider how rural community 
characteristics can enable or constrain resources to 
benefit all students. 
Schattman and Benay (1992) describe inclusion 
practices that will transform special education into the 
1990s. They reviewed the history of special education, 
reform, discussions of current ideas relating to the best 
practices, and illustrations of organizational 
characteristics of schools using exemplary special 
education models. 
York and Vandercook (1988) provided perspectives on a 
number of integrated education topics. They stressed the 
changing roles of teachers, successful integration 
practices, the future of integrated education, and the 
realization of dreams of life in the mainstreaming of 
children with severe disabilities. 
Uniqueness of the Study 
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Although much research had been conducted in the 
development of inclusion programs during the last five 
years, most programs required parameters that most small 
rural schools cannot accomplish or financially afford. As 
stated previously, the problem that existed in the Milford 
Community Consolidated School District #280 and in Iroquois 
County was the inclusion of severe/profound special 
education students into the regular classrooms with no plan 
in place. Consequently, the design of an inclusion program 
for the district would benefit it immensely. The desired 
outcome for this study was an organized and structured 
inclusion program that would follow easy steps and provide 
teachers and the administrator with many of the elements 
identified as important and beneficial in existing 
inclusion programs. 
Chapter III 
Design of the Study 
General Design of the Study 
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The research design used in this study was qualitative 
and quantitative. Based on the literature review, the full 
inclusion movement, four years of actual experience, and 
Special Education Co-op for Ford-Iroquois County, the 
author was convinced of the need for the development of an 
organized, structured inclusion program. The study was 
designed to identify the information to include in the 
program and to develop a method for delivering the 
information. The results were reported using both 
narrative for the qualitative data and tables to summarize 
the quantitative data. 
Sample and Population 
The author elected to include all nine Iroquois County 
Schools in the study (see Appendix D). Surveys were sent to 
fourteen principals and 441 teachers were sent surveys. 
The practitioners selected were chosen to represent a 
variety of school sizes. The largest school represented 
was Watseka Unit District #9 with nearly 1500 students and 
the smallest was Crescent-Iroquois District #252 with 64 
students. The practitioners and their teachers were 
surveyed during the first semester of 1994-95 school year. 
A total of seven administrators and 142 teachers responded 
to the survey instruments. 
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Da.ta Collection and. Inetrnmenta.tion, 
The instruments used for the study were developed by 
the author based on review of literature, informal 
questions asked by teachers, and informal discussions with 
other administrators. The areas most frequently mentioned 
by teachers in the Milford District and in the review of 
literature were used as the basis for the instrument 
distributed to the Iroquois County teachers who took part 
in the study (see Appendix A). The purpose of the 
questions on the survey was to determine those areas that 
the districts in Iroquois County needed to address if 
students with special needs were going to be included in 
the regular classrooms. 
The questions on the instrument distributed to the 
administrators who participated in the study was designed 
to correlate with the teacher's survey, but in greater 
detail (see Appendix B). The administrators had to 
narratively explain their schools' implementation practices 
for inclusion of students with special needs. 
The surveys used in the study were mailed to the 
administrators following a telephone conversation or after 
talking to them in person at an extra-curricular activity. 
This way the author could verify the cooperation of the 
administrators in the study. The administrator distributed 
the surveys to teachers, collected them, and mailed the 
surveys back to the author. The author did some in-person 
interviews with some administrators. 
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Data Analysis 
The quantitative data collected in the study were 
analyzed through the use of descriptive statistics. The 
data collected from the teacher survey instrument were 
reduced to a percentage of respondents to the items on the 
instrument. The data collected from the administrator 
survey instrument were used to obtain elements essential in 
developing an inclusion program. A brief narrative table 
was obtained from administrators' answers from the survey 
instrument. The data were used to support the need for the 
development of an inclusion program the author believed was 
necessary in the Milford Community Consolidated School 
District #280. The qualitative data collected were used to 
develop the components of the inclusion program. 




The purpose of the first objective was to identify, 
through a review of the literature, the components of 
existing inclusion programs that would be relevant to the 
needs of the program developed for the school in the study. 
The work of Tompkins and Cooper (1993), Neary (1992), 
Ferguson (1992), and Schattman and Benay (1992) all 
described strategies for special education inclusion in the 
general educational settings. Their main components were: 
developing and communicating the vision, planning and 
providing resources, providing training and development, 
monitoring and checking progress, continuing to give 
assistance, and creating an atmosphere and culture for 
change. However, concerns about supplying appropriate 
services to fully mainstreamed students with disabilities 
are particularly acute in rural areas where financial, 
human, and community resources, as well as other support 
services, are often scarce. 
The work of Salisbury and Evans (1993) suggested that 
development of an individualized program for a special 
education child with intensive, multiple needs requires the 
collaboration of a variety of people. Each team member 
contributes unique perspectives and expertise. Together, 
they design and implement collective curricular and 
instructional strategies. Therefore, collaborative 
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teamwork is the key to successful inclusion of all students 
in regular classes. 
York and Vandercook (1988) looked at the changing role 
of the regular education teachers and suggested that 
instructional conditions and environments should be 
reasonable to have a successful inclusion program. They 
suggested that teaching aides be hired and consultation 
services be available for teachers. Reasonable class size 
was important as well as providing sufficient time for 
teaching and collaborative planning. Futhermore, time and 
support for planning and communication among and between 
teachers and professionals was essential. Knight and 
Wadsworth (1993) further supported the position that 
teachers' working conditions and environment needed to be 
changed and went one step further stating that parents and 
peers needed to be included to have a successful inclusion 
program. 
Providing in-service programs for school personnel was 
a feature of many inclusion programs in the literature. 
Capper and Larkin (1992) described how school 
administrators should have regularly scheduled in-service 
programs directed at teachers, administrators, parents, and 
students about inclusion of special educated students in 
the regular classrooms. This supports the author's view 
that the educational programs for students with learning 
disabilities would be more effective and efficient if the 
various components of education, including special 
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education, regular education, therapies, support services, 
parent involvement, and peer interaction, were integrated 
rather than planned and administered separately. 
Beaults of Objective Two 
The purpose of the second objective was to identify 
the inclusion topics currently addressed in selected school 
districts and the perspective of administrators and 
teachers involved in the inclusion process. The data 
collected from the administrators in the study indicated 
that most schools in Iroquois County did not have an 
inclusion plan in place although they have completed many 
of the necessary steps associated in an inclusion program. 
The two largest schools in Iroquois County had a rough 
implementation plan in place for inclusion of special 
students into regular classrooms. The other five schools 
had no plan in place but were initiating, in the author's 
opinion, some steps or strategies associated with an 
inclusion program. The Ford-Iroquois County Special 
Education Co-op did not actually have a plan for schools to 
use in their co-op but had copious literature for schools 
to read and produce their own. 
The administrators responded to 11 items listed in 
Question 1 of the survey to indicate the topics included in 
their inclusion program (per se). The following table is a 
brief narrative of the responses of all administra~ors that 
participated in the survey (see Table 1). 
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Table 1 
Topics Included in Inclusion Programs by Administrators 
Topic Tally Suggestions 
la. Mission Statement 4 YES 0 NO 3 NA 
lb. Teacher discuss 5 YES 0 NO 2 NA Monthly meeting, 
concerns in-services, and 
PIT conferences 






















lg. Instr. Conditions 1 YES 6 NO 0 NA :class size and 
:extra pay 
lh. Involved in I.E.P 7 YES 0 NO 0 NA 
li. Workshops 5 YES 2 NO 0 NA Most schools only 
had one workshop 
lj. Concerns from 6 YES 0 NO 1 NA Distractions, 




lk. Modifications 7 YES 0 NO 0 NA Entrance ways, 
ramps, doors, and 
bathrooms. 
Table 2 
Level of Teacher Satisfaction with Inclusion Topics 
Expressed as a Percentage of Respondents 
TOPIC YES NO NA 
la. Mission Statement 60% 19% 26% 
lb. Has taken a Special Ed. Class 48% 62% 0% 
le. Discussed concerns 72% 13% 15% 
ld. Teachers Included 51% 41% 8% 
le. Expectations of the Students 24% 41% 35% 
lf. Collaborative Relationship 37% 32% 31% 
lg. Plan 39% 37% 24% 
lh. Instructional Conditions 15% 69% 16% 
li. Involved in I.E.P. 's 74% 14% 12% 
lj. Workshops 58% 42% 0% 
lk. Non-handicapped Concerns 93% 4% 3% 
11. School Modifications 81% 16% 3% 
N.Q.t.e.. Based on responses from 142 teachers in 
Iroquois County Schools. 
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The two larger schools in Iroquois County (Watseka and 
Iroquois West) have a basic plan in place. Robert Walters 
(personal communication, November 30, 1994), K-2 Principal 
of Nettie Davis Elementary School in Watseka, Illinois, is 
in charge of all special education for Watseka schools. He 
consults with the Assistant Superintendent and Ford-
Iroquois Special Education Co-op. Walters described the 
set-up of the six principals in Watseka. Each has at least 
one extra duty besides running his/her building. Walters 
states that he is in charge of Chapter I and Special 
Education for the district, two oI the biggest duties, 
because he has little discipline or extra-curricular events 
since he is a K-2 principal. Walters stated that they do 
not have a step-by-step plan in place, but they do have a 
basic plan in place for the district. The five basic 
strategies that Watseka School District uses are: promote 
understanding, acceptance, and support; consultation; peer 
interaction; peer tutoring; and cooperative learning. 
To promote understanding, acceptance, and support, the 
district will provide in-service preparation sessions for 
teachers, administrators, and/or parents. Consultation is 
the process that occurs when teams of professional 
educators who have diverse expertise work together 
deliberately and creatively to plan successful educational 
programs for special educated students in regular 
classrooms. Peer interaction provides opportunities and 
support that some children may need to be able to maintain 
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relationships with children. For example, each week a 
student would have one pal to study with or do classroom 
chores with, the next week they would switch partners. In 
this way all students interacted with each other and more 
friendships developed. Peer tutoring at Watseka is the 
practice in which all children assist each other in 
learning activities in various ways. The final strategy is 
cooperative learning, a non-competitive teaching strategy 
in which children are divided into small groups for 
learning activities which have cooperative goals. Ideally, 
each child has a clearly defined role and each role is 
equally valued. For example, one child might be the reader 
for the group, another the recorder, an additional student 
might carry or pass out materials, and another student 
would be the leader. Thus, to complete the group's task 
successfully, all members of the group must participate. 
Although a specific inclusion plan has not been 
written and put into place, the basic plan, along with 
recommendations for improvement, has been in place for 
three years in the Watseka School District #9. Walters 
indicated that the administrative time he has available 
contributes to the success of having and running an 
inclusion program. 
In response to Question 1.k. on the survey (see 
Appendix B), Walters described the modifications that 
the Watseka School District has made to its building. All 
of the buildings have handicapped parking, ramps, and extra 
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wide exterior doors. All of the buildings have handicapped 
bathrooms, but the junior high and high school buildings do 
not have an elevator for handicapped students to be 
transported to the second floor. An elevator has been 
discussed and an architect was hired to develop a plan for 
the junior high and high school buildings. 
Mary Decker (personal communication, December 8, 
1994), Principal of Iroquois West/Thawville Upper 
Elementary in Thawville, Illinois, described the inclusion 
program in place at Iroquois West School District #10. 
Decker indicated that since she has only 4th and 5th grade 
students, she has been appointed special education 
coordinator for the district. She stresses six main 
strategies Iroquois West School District #10 uses to have 
an effective inclusion program. Those six strategies are: 
leadership, school commitment, planning, inservices, peer 
relationships, and awareness. 
The leadership has to come from the superintendent, 
building principal, Special Education Co-op, and special 
education teachers. Without the support and leadership of 
these people, inclusion would not work in Iroquois West 
School District #10. Decker indicated that everyone will 
not have the same level of commitment, but everyone will 
need to agree to support the implementation of inclusion 
within the school. She has shown videos which describe 
successful inclusion school programs and the positive 
experience that both the faculty and students have had. 
She has borrowed these tapes from Project MESH (Making 
Effective Schools Happen for all Students). 
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Planning is the designing and evaluating the 
effectiveness of the inclusion program. Decker stressed 
that team(s) must be in place to identify outcomes and the 
necessary components needed to reach those outcomes. 
In-services should help teachers feel more comfortable 
about inclusion. Decker indicated that one of the biggest 
concerns that teachers have is that they have not had any 
training dealing with special education students; 
therefore, inservices should be conducted at school in a 
variety of areas. 
Building peer relationships is a must, according to 
Decker. Inclusion students have to feel that they are part 
of the school and classroom. Iroquois West Schools try to 
put inclusion students in age appropriate classrooms and 
encourage them to participate in activities in which they 
can know success. Decker indicated that any teasing or 
inappropriate behavior toward an inclusion student will be 
corrected as quickly and firmly as possible. 
Efforts should be made throughout the inclusion 
program to keep the community, faculty, staff, and students 
aware and informed about inclusion. Iroquois West has used 
two ways to keep the community aware and informed about 
inclusion issues. One way is through the promotion of 
Handicapped Awareness Week. During this week students 
explore hands-on experiences with different kinds of 
disabilities. Secondly, public speakers have come to the 
school to speak about inclusion and answer questions from 
parents, community members, and students. These evening 
presentations have answered many of the concerns of 
parents, community members, and students. 
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In response to Question 1.k. on the survey (see 
Appendix B), Decker indicated that every school has 
handicapped parking, ramps, and doorways but not 
handicapped bathrooms or elevators for the junior high and 
the high school. The district has had an architect draw up 
the plans but the cost is extremely high and nothing has 
been done at this time. 
Robert Young, (telephone conversation, December 1, 
1994), Principal at Sheldon Unit School District #5 
admitted that his school has no severely handicapped 
inclusion students in the regular classrooms at this time, 
but he anticipated one for second semester or next year. 
In responding to Question 1.k. on the survey (see Appendix 
B), he stated that the school has handicapped parking, 
ramps, and doorways, but there is no elevator to the 
cafeteria in the basement or to the second floor. 
Handicapped bathrooms have been discussed but are not in 
place. 
Mike Gibson, (personal communication, November 29, 
1994), Principal at Milford High School District #233 
stated that there is no written plan or steps in place for 
inclusion students but did concur with several strategies 
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discussed earlier in this paper by Iroguois West and 
Watseka School Districts. Gibson explained that they do 
have one inclusion student in the building for about one 
fourth of the day. The girl has a personal aide and can 
walk up and down the stairs at the school. That is 
convenient because the school does not have an elevator. 
Gibson stressed that an architect has designed a model that 
connects to the outside of the building; therefore, an 
outside wall would have to be knocked out, and the expense 
is more than the district can afford right now. There is 
handicapped parking, ramps and doors available to get to 
a ground level classroom and gymnasium. 
Randy Otto, (telephone communication, December 1, 
1994), Principal at Crescent-Iroguois High School District 
#252 that has an enrollment of only 64 students, indicated 
that the high school district does not have an inclusion 
student in the building nor a plan in place. He stressed 
that the Crescent-Iroguois Grade School District #275 has 
two half-time inclusion students with personal aides. Otto 
explained that the high school district does not feel that 
the students will be around much longer; therefore, it 
does not want to spend money toward handicapped elevators 
or bathrooms. The Board wants to keep the school open as 
long as possible and the budget is already in the red, even 
after a $1.50 per $100.00 referendum was passed just two 
years ago. 
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Jeff Mauer, Principal of the 6-12th grade students in 
Cissna Park Unit District #6, responded that he has no 
severely handicapped students in his school district but 
all self-contained students attend regularly scheduled 
classes on a daily basis. The district has no plan in 
place, and he feels that the Ford-Iroquois Special 
Education Coop should supply the plan if inclusion students 
would come into the district. In response to Question 1.k. 
on the survey (see Appendix B}, Mauer stated that the 
school has handicapped parking, ramps, doors, and one 
handicapped bathroom in the new library, but no elevator or 
access for a handicapped person to get to the second floor. 
At the board meeting, discussion of elevators has come up 
but no action has been taken yet. 
Charlie Jackson, (personal communication, December 6, 
1994}, Principal at Donovan Unit School District #3, 
indicated that there are no written steps for an inclusion 
program. Jackson stated that he has three handicapped 
inclusion students in the elementary building about 
one fourth of the day. The school has provided many 
in-service workshops for the teachers and one evening 
presentation to the community. The faculty and students 
have had many positive experiences the last two years. But 
other than in-services and awareness presentations, nothing 
else has seemed necessary. He stressed, "that if it is not 
broken, don't fix it." In response to Question 1.k. on the 
survey, he indicated that the elementary building has had a 
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lot of work done to make it as handicapped accessible as 
possible. They converted a faculty bathroom into a 
handicapped bathroom, ramps have been built, doorways both 
inside and outside have been widened, and more handicapped 
parking is available. But the high school has only 
handicapped accessible outside doors, ramps, and parking 
available. Construction has been scheduled this summer to 
install an elevator in the high school, but some cost 
concerns have been raised by some board members. 
Results from two questions from the teachers' survey 
and the administrator survey did not correlate (see Tables 
1 and 2). In response to Question 1.d. on the teacher 
survey (see Appendix A) and Question 1.c. on the 
administrator survey (see Appendix B), the administrators 
felt that teachers are included when planning for inclusion 
of a special education student, and 41% (see Table 2) of 
the teachers felt that they were not included in the 
planning of inclusion student(s) in their classroom. 
Question 1.e. on the teacher survey (see Appendix A) 
and Question 1.d. on the administrators' survey (see 
Appendix B) do not correlate based on the responses 
tabulated on Tables 1 and 2. All the administrators that 
responded to the survey felt that they have clarified the 
expectations for students with disabilities that will be 
integrated into their classroom, while 41% (see Table 2) of 
the teachers felt that they do not know their expectations. 
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From the 142 teachers who responded to the teacher 
inclusion survey, the data collected indicated an overall 
lack of sufficient planning, information, and/or training 
in dealing with an inclusion student in their classroom. 
Seven administrators were asked either during a phone 
conversation or in person if they had a written inclusion 
program in place. Two administrators stated that they did 
have a rough inclusion program in place, and the other five 
stated that they did not have a written inclusion plan in 
place. The desired outcome for this study was an organized 
and structured inclusion program that would follow easy 
steps and provide teachers and administrators with many of 
the elements identified as important in existing inclusion 
programs. 
Results of Objective Tbree 
The purpose of objective three was to incorporate the 
information obtained through the process of addressing the 
first two objectives of the study into an inclusion program 
that could be delivered primarily by one administrator and 
address most of the topics deemed to be important by those 
personnel in districts with existing inclusion programs. 
These results were used to create an inclusion program 
consisting of eight separate components: 1) team 
development of a philosophy, needs assessment, timeline and 
support network; 2) leadership from the administration; 3) 
a series of in-service workshops, in which teachers and 
support staff are presented with information on concepts 
41 
essential to having an effective inclusion program; 4) an 
ongoing effort should be made to keep the community, 
faculty, staff, and students aware of the program; 5) 
creation of cooperative learning classrooms; 6) 
facilitation of peer support and relationship; 7) 
technology to support diverse needs in the classrooms; and 
8) evaluation and refinement of the plan. 
Team Development. First, there is a need to nominate 
a working team comprosed of regular teachers, a Chapter I 
teacher, special education teachers, administrator(s), 
community member, social worker, psychologist, parent(s), 
and non-certified staff. The team should develop a local 
mission statement, which should incorporate values 
consistent with the future of the district. These values 
may facilitate the district's capacity to meet the needs of 
all students in the regular education classes. Next, a 
needs assessment needs to be done to analyze and identify 
the components that are present and the components needed 
to accomplish long range goals within the district's 
current system. The assessment should include 
identification of the training that is necessary for 
specific personnel and what specific changes need to occur 
prior to successful implementation. Another function of 
the needs assessment would be to identify priority areas 
that need to be addressed first at the district level (see 
Appendix C). The stage would then be set to establish a 
timeline for development, implementation, and revision of 
the inclusion plan. Exactly how these timelines are 
determined and how much time would be needed to implement 
them would depend upon the individual district. 
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Then the strategy for the team would beto develop a 
network of support and shift roles to other faculty and 
staff members. The purpose behind the support network is 
to develop classrooms and schools into supportive 
communities where people support each other in natural ways 
(Idol, 1986). To make support networks work, all people 
involved need to help and support one another in both 
formal and informal support arrangements. Formal support 
by professionals is often the educational need that each 
student should receive to become successful at school. For 
example, braille instruction would need to be done by a 
professional that knows braille. 
Special educators should become facilitators of 
jnclusion programs in lieu of teaching a classroom. The 
special educator's new responsibilities would be to first 
inform the regular classroom teachers and students of the 
different types of informal and formal support they will 
have. The second step would be collaborating with the 
teacher(s) and helping them adopt curriculum and materials 
to fit the needs listed in each I.E.P. The last step would 
be the liaison between home, school and community. The 
classroom teacher would have to alter her/his teaching 
style to include presenting material which will adapt to 
the I.E.P. needs of each special education student. It is 
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crucial that the special education support facilitator not 
provide support when it is not needed. The teacher should 
maintain responsibility for the education of all the 
students in the class, and the facilitator should only act 
as a resource to the teacher, community, building 
principal, and the classroom. 
leadership. One important role of the administration 
is to model an accepting and welcoming attitude toward all 
students in the school, thereby conveying the message that 
each educator and student is valued for his or her unique 
contribution to the school community (Villa and Thousend, 
1989). For an inclusion program to be successful, a great 
deal depends on the building principal. The principal 
should demonstrate support of collaborative training by 
setting expectations that teachers will collaborate, 
providing incentives for collaboration, promoting training 
on efficient team planning, keeping parents informed, 
watching class size, helping to keep ongoing communication 
with the team, actively participating, solving problems, 
providing training, being visible and available, providing 
incentives, providing ongoing assessment, and arranging for 
time necessary to plan. 
This is operationalized when administrations support 
team recommendations by working with the team to provide 
the identified resource support. The ultimate use of power 
should be to empower others (Brandt, 1988). 
In-Service WorJcehope. One strategy is to expose people 
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to information that will support the philosophy of 
inclusion. Workshops should be arranged to help focus upon 
the current practices that have worked in inclusion 
districts. Teachers must feel supported as they include in 
their classrooms some special education students, that they 
may not feel trained to teach. It is important that 
teachers' aides are provided time to be involved in in-
service workshops. The following are some suggestions for 
in-service workshops: information about specific 
disabilities, collaborative teamwork, peer support or 
relationships, cooperative learning techniques, whole 
language techniques, direct instruction methods, behavior 
management techniques, training for non-certified staff, 
training in technology, and training in adaptations of 
instructional materials. 
Arrangements should be made for teachers to visit 
schools that have successfully integrated all of their 
students into regular education classes. It is important 
to remember that the need for in-service training will 
never end because it provides knowledge and skills 
necessary to provide education for students with learning 
disabilities in regular education classroom. 
Awareness. Effort needs to be made throughout the 
change process to keep students, parents, faculty, staff, 
and community aware and informed about inclusion. All the 
students in the building will benefit from a carefully 
orchestrated awareness program. The three components to 
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help facilitate student awareness are: 
1. Awareness Assemblies: Having assemblies that have 
motivating speakers who will inform the students about 
learning disabilities. Allow students to ask questions of 
the speaker dealing with inclusion topics. Another 
assembly idea would be to have a school wide theme for 
inclusion. This school-wide theme could boost school pride 
and understanding about the inclusion of students with 
special needs into the regular classroom. 
2. Awareness Week: Many schools use an awareness 
week which features such activities as hands on experiences 
with different kinds of disabilities. 
Day One: 
Day Two: 
Some students per class wear a 
blindfold all day to realize what it is 
like to be blind. 
Some students wear headphones or ear 
plugs all day to realize what it is 
like to be hard of hearing or deaf. 
Day Three: Wheelchairs are brought in, and 
Day Four: 
students use wheelchairs to get from 
class to class. They realize how hard 
it is to get around if you are 
paralyzed from the waist down. 
Students in the wheelchair are 
paralyzed from the neck down. They 
realized how helpless they are and 
dependent on everybody. 
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Day Five: Students cannot talk by verbal 
communication. They realize how 
hard it is to only communicate 
non-verbally. 
3. Student Discussion: One way to generate 
discussion is to videotape the specific student who will be 
included in the classroom (as long as parents agree) and 
show the video to the classroom. Another way is to have 
the parents of the handicapped student come and answer 
questions or concerns from the regular education classroom. 
Also, it would be helpful to have a group of professionals 
(doctor, psychologist, social worker, special education 
teachers, and therapist) come and answer students' concerns 
and questions. 
Promoting awareness in the community is also needed. 
The community can be informed through newsletters, evening 
speakers, videos, handouts, open communication, and after 
school activities. The school newspaper can be utilized to 
inform the community about inclusion. The newsletters 
should explain the philosophies and the facts about 
inclusion. Evening speakers and/or video presentations 
could be used to allow the community members a chance to 
learn more about inclusion and ask questions relating to 
the disabilities of the student(s) that are going to be 
included in the regular classroom. 
47 
Inviting the handicapped student to participate 
in programs after school can further awareness. Activities 
like boy and girl scouts,bowling, baseball, enrichment 
programs, YMCA recreation programs, camping, church, youth 
groups, etc., will only help people become more aware of 
the handicapped. The more that handicapped children are 
able to interface and interact outside the school, the more 
easily they can relate in the school. 
eooperatiye Learning. When students with special 
needs enter a regular education classroom, they may open 
the door to a great deal of anxiety. The teacher may be 
anxious about how to help the handicapped student gain 
acceptance, while the special education student may be 
anxious about how he/she will be viewed by the other 
students. Likewise, the regular students may be anxious 
about how to act or what to say to the handicapped student. 
Cooperative learning provides an obvious way of structuring 
the classroom so that students work together to accomplish 
goals, to accommodate others, to find ways to encourage 
high level of achievement, and to interact positively in 
social situations. Students are assigned to small groups, 
instructed to learn the assigned materials, and motivated 
to make certain that group members also learn the material. 
There are five elements essential in making a lesson 
cooperative. 
1. Positive interdependence. This exists when 
students perceive that they are linked with others in a way 
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that they cannot succeed unless the other group members 
also succeed and vice versa. This means that the work of 
each group member contributes to the success of all other 
group members. A common group goal must be clearly 
structured by the teacher. This includes producing a 
common set of answers or a common product, working for 
individual mastery of each group member, or raising the 
group's total score (determined by adding the individual 
scores). Teachers can also reward the group when everyone 
in it achieves, arrange the shared resources (one book or 
microscope shared by group members) and give each student a 
role which helps accomplish the task, such as reader, 
recorder, or checker. The more ways positive 
interdependence is structured within a lesson, the clearer 
the message to students that they must be concerned about 
and take responsibility for both their own and each other's 
learning. 
2. Face-to-face interaction. Within cooperative 
lessons, teachers need to maximize the opportunity for 
students to promote each other's success by helping, 
assisting, supporting, encouraging, and praising each 
others' efforts to learn. There are cognitive activities 
and interpersonal dynamics that only occur when students 
get involved in explaining to each other how the answers to 
assignments are derived. This includes orally explaining 
how to solve problems, discussing the nature of the 
concepts being learned, and teaching one's knowledge to 
classmates. 
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3. Individual accountability. Each individual 
student's performance is assessed and the results are given 
back to the group and the individual. It is important for 
the group to know who needs assistance, support, and 
encouragement in completing the assignment and for group 
members to know that they cannot "hitchhike" on the work of 
others. The smaller the size of the group, the greater the 
individual accountability may be. Common ways to structure 
individual accountability include giving an individual test 
to each student and randomly having group members explain 
the group's work. 
4. Interpersonal and small group skills. Groups 
cannot function effectively if students do not have and use 
the needed social skills. Simply placing socially 
unskilled students in a group and telling them to be 
cooperative does not guarantee that they are able to do so 
effectively. Students must be taught the social skills 
appropriate for high-quality collaboration and be motivated 
to use them. These leadership, decision-making, trust-
building, communication, and conflict-management skills 
have to be taught just as precisely and purposefully as 
academic skills. 
5. Group Processing. This exists when group members 
discuss how well they are working to achieve their goals 
and maintain effective working relationships. Groups need 
to describe which member actions are helpful and those 
which are not helpful and make decisions about which 
behaviors to continue or change (Johnson, F. Johnson, and 
Holubec, 1991). 
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The Teacher's Role in Implementing Cooperative Learning. 
Once teachers decide to use cooperative learning, what must 
they do to integrate cooperative learning into lessons? In 
general, there are nineteen steps which need to be 
addressed before teachers can implement cooperative 
learning. 
1. Specifying objectives. As well as specifying an 
appropriate academic objective for the lesson, the teacher 
should teach to a social skills objective, detailing a 
social skill that will be emphasized during the lesson. A 
common error many teachers make is to specify only academic 
objectives and to ignore the social skills objectives 
needed to train students to cooperate with each other. 
2. Deciding on group size. When students are 
inexperienced in working together, when time is short, and 
when materials are scarce, the size of the group should be 
no more than two or three. When students become more 
experienced and skillful, they will be able to manage 
slightly larger groups. 
3. Assigning students to groups. Teachers may wish 
to assign students by ability to heterogeneous or 
homogeneous learning groups. When working on problem-
solving tasks and on learning concepts, heterogeneous 
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groups may be most appropriate. When working on a specific 
skill, procedure, or set of facts, homogeneous groups may 
be useful. Teachers will want to take special care in 
building groups where students with special learning 
problems or those who are isolated from their peers will be 
accepted and encouraged to achieve. 
4. Planning how long groups will work together. 
Usually it is preferable to keep groups together for at 
least two or three weeks. Some teachers assign students to 
groups that last a semester or year, whereas others like to 
keep a learning group together for a unit or chapter. It 
is desirable to change groups often enough so that students 
have the opportunity to work with every classmate. 
5. Arranging the room. Members of a learning group 
should sit closely together so they can share materials, 
talk to each other quietly, and maintain eye contact with 
all group members. The teacher should have clear access to 
every group. The closer together the members are, the 
better the communication is apt to be. Common mistakes 
that teachers make in arranging a room are to place 
students at rectangular tables (where they cannot have eye 
contact with all other members) or to move several desks 
together (which places students too far apart to 
communicate quietly with each other and share materials). 
6. Planning materials. When students are 
inexperienced in cooperating, teachers can distribute 
materials in ways planned to communicate that the 
assignment is a joint effort and that students feel they 
"sink-or-swim" together. This might include giving 
students one set of materials to share or dividing the 
materials among students so they must share in creating a 
whole product or learning. 
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7. Assigning roles. Positive interdependence and 
individual accountability may be emphasized through 
assigning students roles or jobs to do within the group. 
In addition to reader or recorder, students can be given 
such jobs as summarizer (restates the group~s major 
conclusions or answers), checker (ensures that all members 
can explain how to arrive at an answer or conclusion), or 
elaborator (asks members to relate current concepts and 
strategies to previously studied material). 
8. Explaining the academic task. Teachers need to 
clearly explain the academic task so that students 
understand the assignment and the objectives of the lesson. 
Direct teaching of concepts, principles, and strategies may 
take place at this point. 
9. Structuring positive goal interdependence. 
Teachers must communicate to students that they have a 
group goal and must work cooperatively. This may be done 
by asking the group to produce a single product or report, 
asking students to arrive at a consensus concerning how 
problems are solved, providing group rewards, or giving 
bonus points if all members of a group reach a preset 
criterion of excellence. In a cooperative learning group, 
students are responsible for learning the assigned 
material, making sure that all other group members learn 
the assigned material, then making sure that all other 
class members learn the assigned material. 
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10. Structuring individual accountability. The 
purpose of the learning group is to maximize the learning 
of each member. By assessing the level of each student's 
knowledge, the group gains the information it needs to 
encourage and assist individual performance. Individual 
accountability may be structured by giving individual tests 
or by randomly quizzing individuals about the group's work. 
11. Structuring intergroup cooperation. The positive 
outcomes found with a cooperative learning group can be 
extended throughout a whole class by structuring intergroup 
cooperation. When a group finishes work the teacher should 
encourage the members to help other groups master the 
assignment. 
12. Ex.plaining criteria for success. Evaluations 
within cooperatively-structured lessons need to be 
criterion referenced. At the beginning of the lesson 
teachers need to explain clearly the criterion by which 
student's work will be evaluated. 
13. Specifying desired behaviors. Teachers need to 
specifically define for students the behaviors that are 
appropriate and desirable within the learning groups. 
Beginning behaviors may include "stay with your group," 
"use quiet voices," and "take turns." When groups begin to 
function more effectively, expected behaviors may include 
having each member explain how to get answers and asking 
each member to relate what is being learned to previous 
learning. 
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14. Monitoring students' behavior. The teacher's job 
begins in earnest when the cooperative learning groups 
begin working. Much of the teacher's time is spent 
observing group members to see what problems they are 
having completing the assignment and to see how they are 
working cooperatively. 
15. Providing academic assistance. By monitoring the 
group activity, teachers may discover the need to clarify 
instructions, review important concepts and strategies, 
answer questions, and teach academic skills. This is 
teaching time--time for the students to get immediate 
feedback and immediate reteaching if necessary. 
16. Intervening to teach cooperative skills. While 
monitoring, teachers should acknowledge and reinforce 
skillful use of cooperative skills. When needed, the 
teacher should intervene to suggest more effective 
procedures for working together and more effective 
behaviors in which students should engage. Basic 
interpersonal and small group skills may be directly 
taught. 
17. Providing closure to the lesson. At the end of 
each lesson, students should be able to summarize what they 
have learned. Teachers may wish to summarize the major 
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points in the lesson, ask students to recall ideas or give 
examples, and answer any final questions students have. 
18. Evaluating students' learning. Students' work is 
evaluated, their learning is assessed, and feedback is 
given to them about how their work compares with the 
criterion of excellence. 
19. Assessing how well the group functioned. Each 
learning group assesses how well the group members 
functioned together and plan how to improve their future 
effectiveness. Two questions for doing so are: "What 
actions helped the group work productively?" and "What 
actions would make the group even more productive 
tomorrow?" (Johnson, Johnson, and Holebec, 1990). 
Implementing cooperative learning is not easy. It 
involves a structured, complex process. It can take years 
of practice to become an expert. Teachers may wish to 
start small by beginning with cooperative learning 
procedures in one subject area or class, then expanding 
into other areas as they become more comfortable. 
Since the primary goal for including special education 
students in the regular classroom is to involve them in the 
class as much as possible with their regular education 
peers, cooperative learning provides students ways of 
working together to accomplish goals, encourages high level 
of achievement, and provides social interaction. This is a 
key concept in society because interdependence is a fact of 
life. Everyone needs one another in order to function in 
society. 
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Peer Support and Belationahipe. When a special 
education student enters a regular education classroom, he 
or she may be intimidated. Peers need to make him or her 
feel welcomed, accepted, and secure in the regular 
classroom. If the student without friends is to gain the 
support and friendship of other students, he or she must 
have the opportunity to be with other students. Therefore, 
becoming involved in extra curricular activities at school, 
such as sports, band, chorus, drama, FFA, yearbook, etc., 
can provide opportunities for new friendships. 
Peer tutoring or the buddy system is another way to 
help inclusion students get to know other students. For 
example, students can be paired with one or two other 
students to bring lunch money to the off ice or to do 
homework/seatwork together. 
Regular students~ brainstorming is a good idea because 
students think of ideas to make the inclusion student feel 
welcome and secure in the regular classroom. This often 
leads to a number of peer support and friendship 
facilitation activities such as arranging for a welcome 
committee, including student in games, and inviting him/her 
to out-of-school activities in the community. Out-of-
school activities like FFA, boy or girl scouts, music 
concerts, sports, camping, going to the zoo, etc., are 
great ways to help students feel accepted by peers. 
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Some professionals have gone so far as to state that peer 
supports and friendships are not luxuries, but necessities. 
(Johnson, Johnson, & Holubec, 1990) 
TeCbnologx. For handicapped students who need support 
in order to succeed in a regular classroom, technology is 
an answer. Computer technology can provide the necessary 
bridge that forms the link with some regular classroom 
activities. The computer has a lot of hardware that can 
enable handicapped students to participate in educational 
activities. Most people interact with a computer by typing 
on a keyboard; however, for some students, using a keyboard 
is impossible because of limited hand use. Alternative 
computer access devices can be provided. If a handicapped 
student has the mental ability to communicate, then all 
he/she really needs is the ability to activate a switch. 
One commonly used device that makes this possible is the 
Adaptive Firmware Card. An array of letters or numbers are 
at the bottom of the screen and a cursor highlights each 
letter as it moves from one character to the next. When it 
lands on the desired letter, the student hits the switch. 
Other alternative computer devices are the keyboard 
emulators. These emulators allow a student to use a mouse, 
head set, or a head motion device to activate the computer. 
Yet another computer device is the touch window, which 
allows the handicapped student to touch and select his 
choice on the screen. Probably the moat widely used device 
is the computerized speech synthesis. Thia device allows 
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students to type letters, words, or sentences into the 
computer, and the computer produces sound that simulates a 
person speaking. 
For students that cannot see very well, enlarging the 
print on papers and in textbooks or providing braille 
written work are ways to help. Another way is the use of 
closed circuit television where a student places a book or 
worksheet under a camera and the image is transmitted 
instantly to an enlarging monitor. Converting all 
textbooks and worksheets will enable the student to 
participate in the regular classroom. 
Portable devices are used more often because they may 
be carried from place to place. The voice synthesizer or a 
digitizer can have as few as one or two words or as many as 
two hundred programmed in it. These devices have words 
assigned to printed text, pictures, or photographs for the 
student to touch. More sophisticated communication systems 
are available with built-in text so students can 
participate in complex conversation. 
There are thousands of devices that can help a 
handicapped student in the regular educational classroom. 
In this day and age it should not be necessary to exclude 
anyone from full classroom participation because of a lack 
of ability to communicate since there is such a variety of 
solutions available through the use of technology. 
:Evaluation. Evaluating progress is one of the most 
important aspects of the inclusion plan. The ultimate 
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purpose of evaluation is the continual professional growth 
that includes self-assessment and a plan for change. This 
feedback process involves key groups whose various needs 
and objectives are incorporated into an inclusion program. 
In order for evaluation to be effective, there must be open 
communication from student to student, student to teacher, 
teacher to student, teacher to parent, teacher to 
administrator, etc. Also, effective communication of 
goals, expectations, criteria, and performance is essential 
in order to evaluate fairly. The communication process 
needs to be flexible so that constructive and creative 
suggestions are not stifled from any party involved. A 
variety of evaluation techniques must be used in order to 
obtain information on the different aspects of the 
inclusion program, thus providing a foundation for 




Summary, Findings, Conclusions, 
and Recommendations. 
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The author's experience as a building principal with 
two severely handicapped students included in the regular 
classrooms indicated a need for the development of an 
organized inclusion program. The author, with little help 
from the Ford-Iroquois Special Education Coop, had two 
severely handicapped students included into the regular 
education classes with no plan in place at the end of the 
1993-94 school year. As a result, a great deal of 
administrative and teacher time was spent dealing with 
problems that could possibly have been averted if a formal, 
structured inclusion program designed to address some of 
the problem areas had been in place. 
A review of related literature indicated a great deal 
of research had been performed in the area of inclusion 
during the past five years. It was obvious from the 
literature that inclusion is here to stay and that school 
districts need to make arrangements for handicapped 
students in their regular educational classes. Many 
studies reported how important it is in an inclusion 
program to incorporate cooperative learning. Several 
studies reported on inclusion programs in rural areas and 
the inherent problems, such as lack of administrative time 
and qualified personnel like a therapist, a psychologist, 
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and social workers working in the district. The author 
recognized the fact that those same problems existed in his 
district and other districts in Iroquois County. 
The author contacted several administrators in 
Iroquois County regarding inclusion practices in their 
school district. The data obtained from those 
administrators and teachers lead to a list of items to be 
included in the inclusion program throughout the study. 
The topics identified and their perceived importance 
assisted in the prioritization of topics for the inclusion 
program. Finally, the study led to the development of an 
eight-part inclusion program that would enable a single 
administrator to deliver a formal, structured inclusion 
program to the school or district. The inclusion program 
did not address all topics, but attempted to address those 
topics determined to be of most importance in his district 
and in Iroquois County. 
ObJective One. 
Findings. Although the author was confident of the 
importance of the topic for study, the volume of research 
previously conducted and reported on inclusion was even 
greater than anticipated. The programs identified as 
successful in the literature most often used collaborative 
teamwork and in-service activities to provide a significant 
part of the inclusion program. The most effective 
collaborative team included special education teachers, 
regular education teachers, therapists, parents, 
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administrators, social worker, psychologist, and other 
support service workers. Providing in-service programs for 
school personnel was featured in many inclusion programs in 
the literature. These inclusion programs suggested having 
regularly scheduled in-service programs for teachers, 
administrators, parents, community members, peers, and non-
certified personnel. Some other main components used in 
developing an inclusion program were developing and 
communicating a vision, planning and providing resources, 
checking and monitoring progress, and hiring an aide to be 
with the handicapped student. 
Gonclusion. Due to the fact that most small schools 
have only one building administrator, implementing an 
inclusion program will add yet another role to the 
principal, who is already over-burdened. The National 
Commission for the Principalship identified 21 performance 
domains, which are classified into four categories. 
1. Functional Domain. This included 
leadership, information collecting, 
analysis of problems, judgment, 
organizational oversight, implementation, 
and delegation. 
2. Progmatic Domain. This included 
instructional programs, curriculum design, 
student guidance, staff development, 
measurement and evaluation, and resource 
allocation. 
3. Interpersonal Domain. This included 
motivating others, sensitivity, oral 
expression, and written expression. 
4. Contextual Domain. This included 
philosophical and cultural values, legal 
and regulatory applications, policy and 
political influences, and public and media 
relations. (National Commissions, 1990). 
With all this, an easy but well-written and orchestrated 
inclusion plan needs to be developed. 
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Another relevant fact is that most small schools have 
limited human, financial, and community resources, as well 
as other support services. Also, regularly scheduled in-
service programs is one of the most important elements, but 
financially this might not be feasible. Thus, an inclusion 
program in a small school has to rely on whatever resources 
are available. 
Recommendations. Based on the literature reviewed, 
the building administrator must develop and/or refine an 
inclusion program for his/her school or district. The 
program needs to be simple, structured, and properly 
budgeted. Also, the program needs to be structured and 
consist of elements addressing not only the immediate needs 
but the long-term needs of the inclusion plan. 
Objective Two 
Find.inga. The data collected from the administrators 
in this study indicated that most schools in Iroquois 
County do not have an inclusion plan in place, but some 
districts have completed many necessary steps associated 
with an inclusion plan. Although most administrators 
recognized the need for a formal inclusion program, they 
were hampered by the limited resources available for 
developing and implementing a successful inclusion program 
in their district. 
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Results from two questions from the teacher survey and 
the administrator survey did not correlate. The 
administrators felt that teachers are included when 
planning for inclusion of a special education student and 
about half of the teachers that responded stated that they 
were not included in the planning of an inclusion student 
in their classroom. Also, the administrators felt that 
they had clarified the expectations for students with 
disabilities that would be integrated into their classroom, 
while 41% of the teachers felt that they did not know their 
expectations. 
Conclusion. In many small schools the building 
administrator has the primary responsibility for the 
delivery of most inclusion topics. The building 
administrators have to recognize that the Special Education 
Coop is not going to develop a plan for them or their 
district. Therefore, the most advantageous outcome is to 
develop an organized and structured inclusion program that 
could follow simple steps and provide administrators with 
many of the elements identified as important in existing 
inclusion programs. 
Recommendations. Since the number of topics and 
elements identified in an inclusion program exceed the 
amount of administrative time and resources available for 
the program in a small school district, the content should 
be divided into several areas and a team must be developed. 
One administrator cannot do the whole plan/program by 
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himself or herself. Developing an inclusion team will 
provide a different perspective and allow the administrator 
to delegate some of the responsibilities. 
Objective Three 
Find.ings. Both existing literature and actual 
practice indicate a structured inclusion program needs to 
develop a team to help implement and evaluate an adequate 
inclusion program. This team will better serve the long-
term needs of the inclusion program. 
Conclusions. The most important component of any 
inclusion program is the development of a team. The 
problem is magnified in the small schools because of the 
lack of the human resources (social workers, psychologists, 
teachers, special education teachers, and other support 
services) and financial resources. The team has to look at 
what is available in the district or school by doing a 
needs assessment. This will identify the components 
available and help to develop long-range goals for the 
district. Also, the needs assessment will identify what 
in-service the staff, parents, and community members need 
to help implement an inclusion program. Then the team 
needs to evaluate each inclusion student's I.E.P. and 
include the regular education teachers when planning a 
special education student for inclusion. Consequently, a 
better prepared teacher will, hopefully, experience fewer 
problems and thus execute his/her duties just as 
effectively as before the special education student came 
into the classroom. 
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Becopmen<iatious. If a structured inclusion program 
does not exist, the time and energy required to create the 
program must be invested. Attempting to incorporate an 
over abundance of topic areas in the inclusion program must 
not be made. The focus should be on the resources 
available and activities most crucial to the success of the 
inclusion program. 
The inclusion program should capitalize on the 
knowledge of the team. The team is the major component of 
the inclusion program developed in this study, without it, 
the inclusion program would fail. 
The debate regarding inclusion of special education 
students in regular education classroom will continue. 
This is because a growing number of parents, educators, 
community members, and legislators are advocating that all 
students be integrated into the mainstream of regular 
education, including students who have traditionally been 
labeled severely and profoundly handicapped. Therefore, 
the question is not whether to include them, but rather how 
to include them so that every year they experience success 
and are prepared for a "productive" adulthood. 
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1. Please indicate by circling the appropriate word relating 
to the topic about your district's program for inclusion 
of students with special needs. The definition for 
inclusion is the placement of children with 
mild/moderate/severe disabilities in the general 
education classes. 
Topic Answer 
a. Does the school's mission statement YES NO NA 
strive to meet the needs of all students? 
b. Have you ever taken a special education YES NO NA 
class? 
c. Have teachers had the opportunity to YES NO NA 
discuss concerns about inclusion with the 
administration? 
d. Have teachers been included when planning YES NO NA 
for inclusion of special education 
students? 
e. Has the school clarified what are the YES NO NA 
expectations for the inclusion student 
in your classroom? 
f. Has the school established mechanisms for YES NO NA 
the development of a collaborative 
relationship among specialized professionals 
dealing with inclusion students? 
g. Has the school developed a plan to have YES NO NA 
open communication with pnrents of the 
handicapped students? 
h. Have instructional conditions been YES NO NA 
established for teachers with inclusion 
students(class size, extra pay, etc ... )? 
i. Have teachers been involved in developing YES NO NA 
I.E.P.'s for students that are going to be 
included in their classroom? 
j. Has the school had inclusion workshops YES NO NA 
or in-services? If Yes, how many~~~~ 
k. Have parents of non-handicapped students YES NO NA 
stressed concerns about inclusion? 
1. Has the school modified the building in YES NO NA 




1. To the best of your ability, please, answer the questions 
below about your school's implementation practices for 
inclusion of students with special needs. The definition 
for inclusion is the placement of children with 
mild/moderate/severe disabilities in the general 
education classes. 
a. Does the school's mission statement strive to meet 
the needs of all students? YES NO NA 
b. Have teachers had opportunities to discuss their 
concerns about inclusion? Yes NO NA 
If Yes, briefly describe what steps have been taken 
to address these concerns. 
c. Has planning for inclusion included classroom 
teachers, special education teachers, support staff, 
administration, parents, and students? YES NO NA 
If Yes, briefly explain. 
d. Have you clarified the expectations for students with 
disabilities who will be integrated into the regular 
classroom? YES NO NA 
If Yes, briefly explain. 
e. Have you established mechanisms for the development 
of collaborative relationships among specialized 
professionals? YES NO NA 
If Yes, briefly explain. 
f. Have you developed a plan to have open communication 
among parents of the disabled students 
and teachers? YES NO NA 
If Yes, briefly describe the plan. 
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g. Have instructional conditions been established for 
teachers with inclusion students(class size, 
paperwork, materials, extra pay, etc ... )? YES NO NA 
If Yes, please explain in detail. 
h. Have regular education teachers been involved in 
developing I.E.P.s for students that are going to be 
in their classroom? YES NO NA 
i. Has the school had inclusion workshops or 
in-services? YES NO NA If Yes, explain how many, 
by whom, and briefly what they were taught. 
j. Have you had any kind of concerns from parents of 
non-handicapped students? YES NO NA 
If Yes, state what some of the concerns were. 
k. Has the school done any modifications to the 
building to make it more accessible for the 
handicapped? YES NO NA 
If YES, briefly describe what modifications 
you have made to the building. 
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Appendix C 
Needs Assessment Form 
Goal: 
Indicator Current Status Projected Needs 
Appendix D 
Districts Surveyed 
1. Donovan Community Unit District #3 
P.O. Box 186 
Donovan, Il 60931 
Principal-Charlie Jackson 
2. Sheldon Unit District #5 
150 South Randolph St. 
Sheldon, IL 60966 
Principal-Bob Young 
3. Cissna Park Unit District #6 
Box 1 
Cissna Park, IL 60924 
Principal-Jeff Mauer 
4. Iroquois County Community Unit District #9 
109 South Second St. 
Watseka, IL 60970 
Principal-Bob Walters 
5. Iroquois West Unit District #10 (Supt. Office) 
529 East Second St. 
Gilman, IL 60938 
Principal-Mary Decker 
6. Milford Township High School District #233 
124 W. Jones Box 257 
Milford, IL 60953 
Principal-Mike Gibson 
7. Crescent-Iroquois High School District #252 
P.O. Box 10 
Crescent City, IL 60928 
Principal-Randy Otto 
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